This paper asks whether all the current attention being given to educational evaluation and all the activity going on indicates real progress in the output of evaluation and its use in the policy process. The paper reviews the brief history of educational evaluation and gives a qualified "yes" as an answer to the question, noting: significant progress in the funds and people being devoted to evaluation; improvement in the organizational location of the evaluation function in Federal agencies; increased use of more sophisticated evaluation methodology; the beginnings of the use of experimentation as a developmental precursor to the launching of national service programs; and the completion of a number of large-scale educational evaluations with major policy implications. The paper concludes by noting that despite real progress, serious administrative, methodological, and political problems threaten the continued expansion of evaluation studies and their use as a major factor in policy development and program administration. 
Now seems to be a time when basic reassessments are in order; so it is only appropriate for those of us concerned with educational evaluation to take stock of our own endeavors and try to answer the question I have posed:
Are we really getting anywhere in our efforts to assess the effectiveness of educational programs, or is all the current talk and frenetic activity a case of much ado about nothing? The answer to this question is by no means obvious, even though it is the kind of rhetorical question that papers like this always ask, and answer with rosy if vague and overqualified bromides. Before you lean too far forward'with anticipation, let me assure you that I'm going to hedge and qualify too, but my basic answer to the question is: "Yea, we are getting somewhere." I believe important progress has been made in recent years in educational evaluation in a variety of ways which I intend to specify, but the educational evaluation scene is not an untroubled one. Far from it. There are serious new problems that threaten the efforts of those of us who want to see the progress that has been made in educational evaluation continue, and I
intend to talk about those also.
I.
A Brief Look at History
It is appropriate that we begin with some sense of history, some understanding of where education evaluation has come and where it is today. We can begin that historical review with some very simple and chastening assertions. Once instituted, such programs were only rarely subjected to rigorous objective evaluation.
Second, the failure to evaluate education programs is a shortcoming not limited to the Federal Government.
States and localities, which supply 95% of the funds for public education, have done virtually nothing to evaluate the effectiveness of their school systems and educational approaches.
Third, with a few notable exceptions, academic social scientists, traditionally accustomed to the research style of the individual scholarly grant and largely preoccupied with disciplinary issues and basic research, have made almost no contribution to actual evaluations of ongoing educational programs.
Such is the history of our efforts to formally evaluate most of our national education and other domestic programs. Yet, in less than ten years we have gone from a dearth of evaluation activity to a situation where But what have all these changes in analytical approach and expressed concern amounted to beyond heating up the atmosphere and expanding the rhetoric? What have they resulted in 'that allows one to conclude that some actual progress in educational evaluation is being made? To answer that question, let us look at three aspects of the evaluation process: first, the in-puts and resources; second, the methodology; and third, actual evaluation studies and their results. the shoe is rut./ on the other foot.
Instead of having to plead for more money and people and the chance to participate in the decision-making process, evaluators are now under pressure to produce and to justify their claims of utility and relevance. As many of us have found out, demanding our place in the &Lin is a lot easier than justifying it.
Perhaps the most important thing to come out of, all these resource increases and organizational changes is that not only is it now possible to do evaluations and have them taken seriously, but the basic dialogue of management has begun to change from considerations of how big a program's budget should he and the constituency pressures for its continuation, to considerations of objective evidence of performance and indicators of program effectiveness.
B.
The Use of More Sophisticated Methodology in Evaluation
In addition to these increases in resources for evaluation and improvements in the opportunities for its ust: the policy process, there have been some important methodological advances that should not be taken lightly.
I want to touch briefly on just two. The first is the appearance of efforts in large scale national evaluations to use the classic model of experimental design with randomized treatment and control groups.
Since virtually all education programs have their committed advocates and strong detractors, and are in this sense inherently controversial, it is inevitable that evaluations of them will also be controversial. Any evaluation which finds a program successful will be attacked by the program's detractors, .and any evaluation which finds the program unsuccessful will be 7.
denounced by tts advbcates. As Peter Rossi has put it, "No good evaluation gees unpunished."2 Tn such cases, the controversy will not be waged directly over what is truly at stake, namely, the disagreeableness or the findings, but instead will take the form of an attack on the validity of the evaluation's methodology. Acrimonious debates will rage through the pages of the press and-the professional journals over sample size inadequacies, non-representativeness, culture-biased measurement instruments, failures to meet the assumptions of parametric statistical models, and the like.
Since no evaluation can ever be flawless, especially those carried out in the real world of classrOoms and communities, evaluators will never escape these post evaluation debates--nor, indeed, should they. But to strengthen the validity of evaluation findings and the justification for using formal empirical evaluations as a basis for policy.decisibns, it is important that they be.as methodologically strong as possible.
The major weakness in most evaluation designs relates to the use of control groups. The feature of education evaluations that has proven most vulnerable to both well-motivated and not so well-motivated attack is the comparability between treatment and control groups. Once evaluations move beyond the primitive efforts to conduct site visits or simply collect data on a before-after basis, the evaluator and the design he employs must confront the fundamental While our ideology was laudable and our motivations pure, our programmatic know-how was skimpy.
The problem is that once large national programs are put into place, the' political force of their authorship and the pressure from their constituencies Moreover, we can take considerable satisfaction in the knowledge that we are not committed to the continued expenditure of large resources on efforts we know to be ineffective. On the other hand, if the experiment is successful, we can go forward with a large national service program reasonably confident that the massive resources we will be devoting to the problem will have a good chance of actually making a dent in it.
The logic of using experimentation as a developmental precursor to national program implementation may seem compelling enough, but the rush to adopt this strategy has not exactly been a stampede. His condusion is that if there is enough interest in some problem to support a major social experiment, then the interest will be so great that no one will be willing to wait for the conclusion of the experiment before passing legislation to implement a national program. On the other hand, if there is not broad concern over the problem, then there won't be enough interest in Congress to support the funding of an experiment on it.
Either way there is no experiment.
I wish I could say that this "law" was no more than humorous by-play. Even though there is truth as well as humor in Timpane's law, some significant efforts at experimentation in education are nevertheless occurring, and we should not overlook their importance both as early prototypes of what could become a fundamentally new way of approaching the development and initiation of education programs, and for the contribaion they have made to the particular educational issues they address. I would cite two such efforts.
The first is the Follow Through program and the second is the 0E0 experiment on Performance Contracting.
In the case of .Follow Through, this program was originally intended to be a follow-up service program intended to reinforce whatever gains were made in Head Start; but by the time its first appropriation had passed through the various budget cutting phases, the initial request of $120 million in public ecacation which flowed from the Coleman and later analyses was approaching its peak. The siren of performance contracting was especially seductive at this time because it said: "Not only is it possible to remediate the deficits of disadvantaged children, but we have the techniques to do it, we are ready to come into your schools and implement it, it is no more expensive than your present per pupil expenditure, and we will sign a binding contract with you which says that if we don't produce significant, independently measured gains in reading and math, you. don't have to pay us." Small wonder that these blandishments triggered a rush to the performance contractors' door.
But there were also strident critics of performance contracting, mainly the teachers' unions, who argued that performance contracting was an illusory panacea and that it would dehumanize the learning process. Depending on who won the argument--that is, who shouted the loudest--it seemed that performance contracting was destined to be either prematurely buried or unjustifiably expanded into a national movement.
Noting that these unfounded claims and counter charges were precisely the circumstances which call for an experiment, the evaluation staff at 0E0 designed and carried out such an experiment, underwriting and indepeadently evaluating seven different performance contracting firms. The.resulcs of C the evaluation, as most of you know, showed that none of the performance contract models was able to produce reading and math gains that were significantly better'than the results achieved through the regular public school Second, the 0E0 evaluation of Head Start, usually referred to as the Westinghouse Report, which was also the subject. of. intensive methodological scrutiny and debate, is one of a number of studies of early childhodd compensatory education.program which shook us out.of our complacent belief 16. that pc?ular, well motivated programs for poor kids are necessarily effective in remediPting their educational deficits.
Third, an evaluation of the Emergency School Assistance Program found that this moderately funded and locally generated collection of projects was able to significantly increase the achievement levels of black male teenagers, and thus, by indicating that compensatory education in the public schools is possible, was a welcome contradiction to the lar;?e3y negative findings of so many of the earlier studies.
Fourth, and in the same vein, an early evaluation of the Upward Bound program found that this program was effective in persuading low income high school youngsters to attend college, in keeping them there, and in graduating them at a rate which made the program cost-beneficial.
I have already mentioned the major evaluations of the Follow Through
Program and Performance Contracting. I don't wish to extend this list indefinitely, mainly because I.couldn't, even if I wanted to. But I do want to make the point that if we ask whether all the hoopla of educational evaluation has amounted to anything more than increases in funds, data gathering, and professional meetings, the answer is yes. There is far less on the production ledger of educational evaluation than there should be, but indications.of important progress are by no means lacking.
III.
A Look at the Future: Pros ects and Problems
This recitation of progress:makes things sound a-lot better than they are.
To be sure, the progress is real; but in the last few years a number of Evaluation studies which involve collecting data on adults are encountering increasing resistance at the interviewee level, particularly among minorities and the poor where it is now not uncommon for respondents to insist that they be paid for their time.
3.
The increased sensitivity to evaluation studies--both what they seek to find out and the amount of data they propose to collect--is resulting in a strangling growth of reviews, clearances, and advisory bodice. The problems which these multiple involvements and clearances pose for the evaluator are so great that it threatens to prevent many evaluations from being carried out at all.
4.
As protests over evaluations arise, ostensibly because of objections to the type and amount of data to be collected, there is Evaluators are increasingly subject to unrealistic expectations on the part of policymakers and legislators'with respect to both the speed with which evalUations should be mounted and completed, and the simplicity of the answers which are desired.
Having whetted the appetite of decisionmakers, a demand has been created' and it is an increasingly insistent one. Policymakers are beginning to display an irritated impatience with the-elaborate trappings of careful design, longitudinal studies, and complex multivariate findings. They want to know whether or not a program is any good and they want to know it yesterday.
As unrealistic as these expectations are, evaluators themselves 2U.
probably must bear some of the blame for them. We are certain to see a lot more public debate of the kind I spoke of earlier over the validity of evaluation methodology and its results; and an increasingly important and time consuming task for evaluators will be defending the evaluations they carry out and their suitability as a basis for policy
decisions. An unfortunate by-product of such debates is the impression created among both policymakers and the public that the mere fact such a debate is occurring means the evaluation must ipso facto be faulty and thereforeshould he put aside.
It is ironic that after a large scale formal evaluation has been put aside because of technical questions raised about its methodology, policymakers and program officials then return to the old and.familiar methods of making the decision or formulating the policy--methods which are totally partisan and subjective in nature.
The seriousness of these problems should not be underestimated merely because so many of them are technical and procedural in character. Perhaps evaluators 21. can take some solace, however, in the realization that these are the problems of impact and success rathur than the problems of neglect and disregard.
The fact that evaluators are now facing such problems is an indication of how far evaluation has come in the last decade. Educational evaluation has gone from not being taken seriously to being expected to produce. It has gone from a condition of no funds, people, or influence to one of being held accountable for producing valid and useful studies. it has gone from not having enough money to do evaluations at all to the technical and political problems of carrying them out. Some evaluators who have struggled so hard to bring about these changes are now wistfully wondering whether they wouldn't just Finally, in sum, while I do not agree with the cynical view which holds that educational evaluation is largely a waste of time because its methods are too weak, because it will be forever undersupported, or because important policies and decisions will be made in spite of evaluation findings, and while I believe that important progress has been made in educational evaluation during the past decade--in increased support and opportunities for influence, and in A1,11,1,1 11.11,t 1,71: important substantive results--I nevertheless believe that educational evaluation now faces a new array of problems that are possibly more serious than the basic ones of getting the necessary resources to do evaluations. These new problems are a strange mixture of logistics and politics, and they are in large 22. part ar outgrowth of the increasing pluralism of American society.
If these problems are not dealt with, evaluation will not succeed in making more. than an occasional or marginal impact on educational policies and programs. If these problems are solved, the general trend, which has only recently been established, can be continued;
and the wider use of evaluation can make a major contribution to the setting of national educational policies, to the development of education programs, and to the allocation to scarce educational resources.
